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Business postgraduate education is rapidly adopting virtual learning environments to facilitate the 
needs of a time-poor stakeholder community, where part-time students find it difficult to attend 
face-to-face classes. Creating engaged, flexible learning opportunities in the virtual world is 
therefore the current challenge for many business academics. However, in the blended learning 
environment there is also the added pressure of encouraging these students to develop soft 
managerial or generic skills such as self-reflection. The current paper provides an overview of an 
action-research activity exploring the experiences of students who were required to acquire the 
skills of self-reflection within a blended learning unit dominated by on-line learning delivery. We 
present the responses of students and the changes made to our teaching and learning activities to 
improve the facilitation of both our face-to-face delivery as well as the on-line learning 
environment. 
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Introduction 
Professional managers, business executives and researchers continue to proclaim that managers require an 
increasing level of competence with soft managerial skills such as interpersonal and intercultural competence and 
an ability to successfully manage conflict (Michelson & Kramar, 2003). Similarly, Roglio and Light (2009) suggest 
that it is important for managers to develop reflective abilities whereby executives critically question their own 
mental models and past behaviour to develop personal mastery. As business educators we share the responsibility 
of assisting our students to develop these competencies for mastery in the workplace. Self-reflection requires 
students to think critically and analyse their own behaviour with a view to developing a greater understanding and 
awareness of the impact of their actions on others and on business. The ultimate ambition being that a reflective 
practitioner is able to change their actions to improve professional practice (Schon, 1983).  
Although the incorporation of reflective practice into business curricula is not a new phenomenon, we note that 
both curriculum content and process should reflect the needs of the society it serves (Ratcliff, 1997). Recent 
business professional body guidelines (i.e., AACSB http://www.aacsb.edu/ ; AMBA 
http://www.mbaworld.com/) recognise that technological advances mean that the pedagogy and delivery 
mechanisms of higher education are changing rapidly with the introduction of new technology-mediated 
facilities. Postgraduate programs are increasingly being undertaken by students who are maintaining full-time 
work responsibilities and as a consequence are studying part-time and often report being time-poor. Our courses 
are also increasingly diverse, with students from many cultural and academic backgrounds. In response, within 
our business postgraduate coursework program, we have begun exploring ways of creating learning environments 
which respond to the needs of our 21st century students, and have thus increased our focus on delivering courses 
in blended learning environments that combine both face-to-face and on-line learning modes. Accordingly, this 
paper offers an example of teaching and learning activities designed to support the use of critical reflection in a 
blended learning environment.  
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Teaching and learning context 
The unit is a postgraduate elective on ‗self-leadership‟ located within the human resource management (HRM) field 
and uses a blend of face-to-face and on-line learning modes. While located in the HRM discipline, the unit is 
offered to all enrolled postgraduate students of the University and therefore is taken by students of other 
business disciplines such as finance and accounting as well as those from other schools such as education, 
engineering and information technology.  
Focusing on self-leadership skill awareness and development, the unit thus requires that students engage in a 
critical self-reflection process. Critical reflection implies that the learner undergoes a perspective transformation, 
recognising that many actions are determined by a set of beliefs and values that are often unconsciously 
assimilated, and as a consequence need to be reviewed (Leung & Kember, 2003). Student evidence of critical 
reflective learning is provided in a personal portfolio. The basis of the portfolio is to identify in a self-leadership 
context what the student did; might have done; to identify their abilities and weaknesses; their learning needs; and 
to demonstrate an ability to plan and reframe. The introduction to self-reflection was initially facilitated through a 
face-to-face workshop, however, the dominant vehicle for facilitating the self-reflective process were the on-line 
learning resources provided via the Blackboard learning management system. Specifically, on-line discussion 
forums, chat rooms and a personal blog were provided to encourage the students to be actively engaged (Wang 
& Gearhart, 2006), consistent with the social constructivist perspective (Nagy & McDonald, 2007).  
Within the literature there are a range of interpretations given to the term reflective learning. The portfolio used 
in this unit adopts a method that requires the students to explore their personal engagement with the unit 
content (self-leadership) and their individual learning processes to enable the student to determine their own 
focus (Pavlovich, Collins & Jones, 2009). Personal reflection enables the student to examine themselves, and 
according to De Janasz, et al. (2006) is “a necessary skill for synthesising information relevant to professional and personal 
effectiveness” (p. 8). When students are encouraged to reach even deeper levels of learning they are engaged in 
critical reflection where they will critically analyse the situation, event, or experience and come to a decision for 
action. Specifically, in critical reflection the learner develops a new perspective which leads them to make a 
decision about the necessity of change in action (Anderson & Krathwohl, 2001).  
The on-line environment in this unit uses what Laurillard (1994) describes as a student centred model. This 
model recognises there is a role for the facilitator to present students with conceptual knowledge (e.g. content 
knowledge of self-leadership) while students are also encouraged to contribute their own conceptual and 
experiential knowledge to reflect upon and adapt their actions accordingly. The link between the two occurs 
through on-line discussion with the interaction between the facilitator and the student considered necessary to 
facilitate critical reflection (Laurillard, cited by Brockbank & McGill, 2007). To encourage the required 
interaction between students and the facilitator, the learners are expected to prepare and post answers to given 
discussion questions focused on integrating and critically analysing self-leadership issues (Dykman & Davis, 
2008). Walker (cited by Boud, Keogh & Walker, 1985) states that use of on-line discussions helps learners to 
share, in their own words, what was taking place. Such preparation is designed to enable the student‘s ability to 
demonstrate critical reflection in their personal portfolio. 
Personal Portfolio: Our assessment of the student‘s development of self-reflection occurred through the use of a 
personal portfolio whereby each student explored their strengths and weaknesses, identified a specific skill that 
they wished to improve, documented the course of action they pursued to achieve that ambition as well as their 
reflection on that process. The self-reflection portfolio thus captured the students‘ skill progression through an 
experiential learning process, as well as their ability to critically reflect and analyse their own behaviour and 
mastery of the identified skill (Kolb, 2007). Experiential learning has been used in management education as it 
supports the construct that “Learning is taking place all the time – perhaps implicitly, perhaps haphazardly-as part of a 
manager‟s day to day work and life activities” (Stuart, 1984, pg.13). The personal portfolio assessment approach was 
designed to contribute formatively to the students learning as they reflected and reported upon their learning 
progressively across the semester using the on-line discussion forum, chat room and blogs mentioned previously. 
The portfolio was also summatively assessed using criterion referenced assessment and thus resulted in the 
provision of a graded mark. As the ability to conduct self-reflection was a critical learning outcome for the unit, 
the student‘s personal portfolio of learning was the dominant assessment item and as such was given a value of 
60% of the total unit assessment. 
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Unit Management Strategies: To create a learning environment in the on-line mode, we needed to ensure that all 
participants had a ‗social presence‘. The development of social presence is the key to developing a social climate 
in which the students feel as if they belong within the learning environment, contributing to the students‘ 
motivation, involvement and satisfaction (Wegerif, 1998). The first few weeks of a course have been identified as 
the most critical in terms of establishing a social presence with Tu (2001) emphasising that social relationships 
and friendly attitudes must be encouraged otherwise students will hesitate to interact on-line. Accordingly, before 
the unit commenced we emailed the students a welcome letter, identifying our teaching philosophy, provided 
links to access the unit, and clarified the required texts (Clark-Ibăńez & Scott, 2008). We placed a personal 
biography and photo of ourselves on-line, summarising our background, experience and expectations to help set 
the tone for the unit as well as encouraging the students to develop their own ‗social presence‘ (Dykman & 
Davis, 2008). We asked students to place information about themselves as well as photos in a designated on-line 
social page. Our ambition was to enable students to practice ‗doing‘ the on-line class in a low stress environment, 
to begin community building, as well as allowing latecomers to join in the class without missing any content.  
As a vital part of our on-line discussion was to keep students actively engaged and to “defend, clarify, elaborate and 
reform” their views (Wang & Gearhart, 2006, p.64), we required the students to be engaged and participating with 
their classmates using the materials presented on the Blackboard learning management system. Engaging 
discussion is one way of promoting active learning. This is consistent with the social constructivist perspective, 
where collaboration and social interaction are at the heart of learning, where students engage in shared 
experiences and knowledge creation (Nagy & McDonald, 2007). Threaded discussions were designed to help 
students “share solutions, ask questions, debate ideas, and read about topics of interest” (Driscoll, 1998, p.115). This 
approach supports scaffolding, multiple perspectives, as well as providing feedback. Feedback from the facilitator 
is necessary as without the face-to-face contact, body language or tone of voice to inform students as to ‗what is 
most important‘ students can misunderstand and take the wrong approach (Dykman & Davis, 2008). In addition, 
we needed to play an active role in monitoring the students‘ progress and social cohesion through the group 
discussions (Salmon, 2002).  
Other forms of scaffolding were incorporated into the unit. In past semesters we noted that some students 
appeared to struggle with the concept of reflective writing. As a result, we spent time discussing, or showing the 
students, reflective writing as well as placing a format developed by Pavlovich, Collins and Jones (2009) on-line. 
Boud and Walker (1998, p. 193) are critical of using, what they term a „recipe following‟ approach where aspects of 
models of reflection are used as check list which students work through in a “mechanical fashion without regards to 
their own uncertainties, questions or meanings”. However, Lebcir, Wells and Bond (2008) identified that international 
students relied on the teachers‘ ability to give structure to the material and in particular international students rely 
on extra information put in web based learning. “Confucian heritage culture (CHC) students want to be told what they need 
to know and precisely how to prove that they have learnt it” (Hofstede & Hofstede, cited by Nguyen, Terlouw & Pilot, 
2006, p.10). In addition, according to Salmon (2002) we needed to make clear that in a reflection we are looking 
for participants‘ views, feelings, experiences and ideas, and to further explain to the learners that they can start 
their sentences with ―I‖. Salmon also suggests encouraging students to end their message with a question or 
challenge to others thereby encouraging other students to also reflect.  
As identified, the student centered pedagogical model aligns with the critical reflective learning focus of the unit. 
However, this may present difficulties for postgraduate international students who face not only language and 
cultural challenges, but also new learning challenges from this learning approach (Ballard & Clancy, 1997). 
According to Biggs (1999) CHC students are stepped in a rich Confucian educational heritage which places 
greater emphasis on a conserving approach rather than an extending approach to knowledge, inherent in critical 
reflection. Given that the CHC student may not have exposure to reflective learning what appropriate structure 
or scaffolding needs to be incorporated into the curriculum to facilitate their development of reflective learning? 
Student and staff reflections 
Participants: The analysis and evaluation of the unit was conducted using an action research process across the 
first semester of 2010. A total of 52 students were enrolled in the unit, 90% of whom were international students, 
45% were from Confucian heritage culture, and 7% of the cohort were from non-business disciplines. Students 
providing the data reported herein did so voluntarily. Data were collected from student participants using a 
number of methods, first a focus group was conducted in week 9 of the semester to elicit responses to the 
characteristics deemed to be relevant in the literature, next a questionnaire collected feedback in final week of the 
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semester (week 13) repeating questions asked of the focus group, and finally an interview was undertaken with 
the course coordinator/lecturer at the end of the semester after the conclusion of the final assignment (week 14).  
Focus Group: In week nine (approximately two-thirds of the way through the semester), six students were interviewed in a face-to-face 
focus group environment. The use of a focus group allowed issues to be probed more deeply, as well as to raise aspects not previously 
considered. Questions based on the following identified issues relative to self-reflection were posed:  
 What do you believe are the steps to undertaking a reflection? 
 What are the goals of the reflection? 
 What is the role of the teacher in assisting your understanding of the reflection process? 
 What help would you like from the facilitator to better undertake the reflection? 
Questionnaire: In week thirteen (the final week of the semester) additional data were collected from all students 
attending the final face-to-face workshop using a qualitative anonymous self report questionnaire (52% response 
rate). Students were once again asked similar questions based on those posed previously during the focus group. 
The data collected was analysed using a pattern matching of responses to the open-ended questions to establish 
categories or clusters. The responses from the focus group, questionnaires and interviews were triangulated 
against each other to support the findings from the pattern matching (Miles & Huberman, 1984).  
Outcomes: During the focus group (week 9) when asked about reflection, a number of students stated they felt that 
“reflection was about thinking about their goals for the future” and “what they had to do in order to achieve their goals”. Feedback 
from the focus group also identified a number of the students had not engaged with the on-line resources, even 
though the students had been invited to develop a social presence prior to the commencement of the semester, 
and were further encouraged to visit the on-line site during the first face-to-face workshop. At the end of the 
session, the students wanted the lecturer to go through notes concerning reflective practice that had been 
previously uploaded to the on-line environment. During this discussion, the group became more engaged. 
However, it was also noted during this discussion that although it was now week 9 of the semester, many of the 
students were only up to week 5 or 6 with their study, and more disturbingly some had yet to commence the first 
week of activities. 
The questionnaire feedback provided at the conclusion of the semester included the following general response 
captured in a quotation from one student: “I did not like sharing personal information with people I did not know”. Whilst 
another summed up the confusion felt by many initially when trying to construct the personal portfolio: “I did not 
know how to write and what kind of language I should write in”. Feedback suggested that they understood the process of 
reflection but did not wish share their sensitive journal information with their peers, only with the lecturer. Many 
students wanted regular feedback to ensure their reflection was being “done the right way”. Another common 
response identified that the facilitator still played a central role to ―explain in class” and to ―provide the ideas”.  
Some of the themes that have emerged from the feedback support the idea that many of the students, both 
domestic and international, appeared to be challenged by the collaborative on-line method used to enhance the 
self-reflective practice. It is important to recognise that an overwhelming majority of the students in the unit 
were international (90%), with many comprising Confucian heritage culture (45%). According to Hoare (2004) 
Western facilitators and CHC students may have conflicting ideas as to what constitutes a non threatening 
environment. For some CHC students making a mistake is painful, and to admit to not knowing infers one has 
not spent sufficient time to find the answer (Chiu, 2009). If this is done publicly using the unit‘s on-line resources 
it often remains for the semester in the discussion history and may thus inhibit the student‘s use of these forums. 
However, in contrast some of these students appeared to be more engaged with the chat rooms in the on-line 
environment in comparison with the face-to-face environment. In the on-line environment the international 
students actively contributed to conversations and asked questions, whereas in the face-to-face workshops they 
would remain silent and wait until the end of the session to privately seek advice from the facilitator. 
However, it would be myopic to consider teaching strategies solely based on stereotypical constructs regarding 
cultural differences. Another perspective to consider, consistent with the feedback received, is that of Zobel and 
Hamiliton (2007) who argue that many students (both domestic and international) can struggle with using a 
student-centred learning approach. There may be an assumption implicitly embedded in the concept of reflective 
learning that suggests students are open to experience, and not defended against it. Behaviour emerges out of 
deeply held patterns and unconscious processes that both encourage and discourage learning from experience. 
Some individuals become defensive or protective when encountering information that is inconsistent with their 
self concept and ‗fear finding out that we are not all we would like to be‟ (Carlopio, Andrewartha, & Armstrong, 2001, 
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pg. 62). Piaget (cited by Wilson & Beard, 2003) claimed that sometimes a response to an experience is to find it 
so alien to our expectations or way of seeing the world, that we reject it as being atypical, biased or incorrect. 
Research (cited by Entwistle, 1986) suggests that experiential learning in higher education is met with resistance 
from the students themselves. Adults are often resistant to the idea that they can learn from their own experience 
(Usher, 1985). 
The concerns associated with undertaking reflective practice may be exacerbated in an on-line environment. 
Conrad and Donaldson (2004) suggest many students, regardless of culture, may take time to develop interaction 
and collaborative learning approaches, especially those who have been educated in a predominately lecture based 
environment. Further, they state that learners may find it difficult to quickly build trust and interdependence with 
others, especially in an on-line environment. They identify the facilitator as having the responsibility to ensure 
that learners connect with others in the learning environment and design course elements that encourage growth 
of learners in these new relationships. Students need to feel that the learning environment is a safe place to 
interact (Bender, 2003), so facilitators need to establish an atmosphere of trust. This view is supported by Rourke 
(2000, cited by Kreijns, Kirschnerb & Jochems, 2003, p.341) who states that “if students are to offer their tentative ideas 
to their peers, if they are to critique the ideas of their peers, and if they are to interpret others‟ critiques as valuable rather than 
personal affronts, certain conditions must exist. Students need to trust each other, feel a sense of warmth and belonging, and feel close 
to each other before they will engage wilfully in collaboration and recognize the collaboration as a valuable experience”.  
Facilitator and Unit Coordinator Reflection: Feedback from the class facilitator suggests that she was aware, and 
actively tried to establish what was considered to be a safe learning environment, and as identified in the 
feedback, some students seemed to thrive in this unit. So whilst our initial concern was to investigate the 
challenges encountered by the CHC students undertaking reflective practice, feedback from both domestic and 
international students, suggest that many of them struggled, albeit in different ways, with reflective learning, 
particularly in the on-line environment. Based on the feedback we received it appears that as facilitators we need 
to explore options to ensure a safe learning environment for all students was developed, to clarify facilitator and 
learner roles, to establish guidelines for interaction, to address potential barriers for interaction, and to 
incorporate scaffolding to assist CHC students with the process of critical reflection.  
Revised teaching activities 
Toohey (1999) identified a number of beliefs that underpin education which tend to surface in the curriculum 
design. The aim of the unit is to assist the learner to develop greater insight into their thinking and behaviour, as 
well as seeking information and feedback from others to increase personal effectiveness. Based on this model the 
unit is taking an experiential or personal relevance approach where the facilitator designs the curriculum in line 
with the students‘ needs and interests. The student identifies, within the boundaries of the unit, the skills and 
knowledge they would like to develop. Toohey‘s model (1999) places a considerable emphasis on the importance 
of creating a learning environment that facilitates encouragement of collaboration and support among students, 
and openness and authenticity by the facilitator. 
As a consequence of the action research and evaluation process undertaken, the unit co-ordinator and academic 
staff were concerned that the initial feedback suggested that the learning environment did not provide sufficient 
support for the reflective process by establishing trust, acceptance, appropriate risk taking and mutual respect for 
others (Knapp, 1992). Additional activities were therefore incorporated prior to the next offering of the unit. 
These activities included greater use of the Blackboard on-line learning environment and additional face-to-face 
workshops to facilitate greater engagement with the on-line technology. 
Changes to the First Workshop: According to Boud and Walker (1998) a learning environment that facilitates reflection requires a 
level of trust commensurate with the levels of disclosure required. McFadzean (2001, p. 58) identifies that “learning will only take 
place if the environment encourages risk, and feedback is sensitively, rapidly and unambiguously steered by experienced facilitators 
with an understanding of the participants‟ needs and capabilities in a risk free setting”. The unit was redesigned with the inclusion of 
three face-to-face workshops to complement the substantial amount of on-line resources. Prior to the first workshop, we continued to 
send students an email invitation and link the unit‟s on-line learning resources and encouraged them to develop an on-line social 
presence. In the first workshop we then used activities that helped establish a collaborative learning environment. For example, the 
first activity incorporated an icebreaker so that students could discover personal information about each other, e.g., students were asked 
to find somebody in the class who has the same or similar hobby or find somebody or others who like the same music, or to find 
someone has travelled overseas recently. According to Cutler (1995, p. 326) “the more one discloses personal information, the more 
ATN Assessment Conference 2011: Meeting the Challenges 
 112 
others will reciprocate, and the more individuals know about each other, the more likely they are to establish trust, seek support, and 
thus find satisfaction”.  
According to Brookfield (1987) tensions will inevitably arise between what facilitators ask the students to do and 
what they would prefer to do. Brookfield claims it is important that students know why we are committed to 
certain activities. Allison recommends (1996) that facilitators explain the learning environment to the learner and 
clearly articulate that it is not possible to consistently satisfy everybody‘s learning styles. We thus clearly identified 
to the students the collaborative approach used in the unit, what it entailed, and how it would be used. We 
explained that our insistence on particular ways of working is grounded in a set of examined and informed beliefs 
about what facilitators should do, what education should look like, and how learning should happen. We needed 
to make known to the students that sometimes the ‗different‘ approach used in this unit may make them feel 
uncomfortable, or confused when considering the advantages and limitations of our espoused and tacit views on 
our self-leadership skills. During this workshop students formed small groups and explored the following 
questions: 
 ―How do I (the student) normally prefer to learn?‖ 
 ―What should I (the facilitator) be doing in my role as a facilitator?‖ 
We wanted the students to discover for themselves their perceived role of a student or a learner. During 
debriefing, we made explicit the students expectations of the role of the facilitator (in particular during the on-
line component of the unit). This established the basis of the reflective approach for the weeks to come. That is, 
we bring the whole of our life, aspects of our past, our expectations, and feelings to a learning situation. Basically 
we do not see a new situation but tend to relate to an experience in terms of our past experiences (Boud & 
Walker, 1996). As a result, learning needs to examine these beliefs and assumptions to ascertain if they still have 
currency. In subsequent workshops we ensured that a component of the session also addressed their feelings and 
reactions to the reflective process. 
Wylie (2007) identified that when facilitators operate in a learning environment where critical reflection is needed, 
an ongoing open dialogue is accomplished by sharing and identifying the possible tensions and challenges. Boud 
and Miller (1996, p. 10) claim “emotion and feelings are the key pointers both to possibilities for, and barriers to, learning.” 
However, therein lays the problem, the potential of barriers to learning. So, barriers that prevent open interaction 
and reciprocal communication will need to be addressed The challenge appears to be finding the right balance 
between presenting students with chaos on the one hand, and cut-and-dried solutions on the other, where all the 
interesting conceptual work has been done (Biggs & Tang, 2007). According to Allison (1996, p. 122) “we work 
with increasingly diverse communities it is essential to continue to educate ourselves about the perspectives of our constituents, not about 
what we think they think or value but what they actually tell us they think or value” .  
As a result, during the first workshop group discussions were used for the learners to clarify and identify: 
 The on-line behaviours required in the unit, specifically identifying what they believe are good ground rules 
for on-line discussion and participation (York, Yang & Dark, 2007); 
 How to politely challenge another‘s idea. In a group setting, some students suppress their personal desires, 
avoid conflicts and criticising their peers (Nguyen, Terlouw& Pilot, 2006); 
 How to address the barriers that also occur in on-line communication, including flaming as well as concerns 
that their postings are not clever, educated or interesting to others (Tyler-Smith, 2006); and, 
 Class and on-line participation. Research (cited by Arkoudis, 2006) has indicated that international students 
are often not aware of what participation in class actually means in an Australian tertiary context. 
This approach is supported by Misanchuk and Anderson (2001) who identify that in an on-line learning 
environment participation is critical, and as a result the facilitator should make allowances for the students to 
shape the participation. The results from these discussions were placed on our Blackboard learning management 
system as a record of our shared expectations. During the workshop, the students worked together in small 
groups of four, being the optimum group size, according to Hess (2007) to encourage participation and reduce 
free rider. Working in groups will also support the critical reflective process used in this unit. Whilst reflective 
processes can take place in isolation, Boud (2001) recommends, when learning is the outcome, working in pairs 
or groups helps to challenge old patterns of thinking. He suggests that it is only through working with others that 
critical reflection can be promoted as others may pose challenges that encourage the learner to question their 
thinking.  
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As a result of these recommendations we planned for the students to keep the groups that were formed in the 
workshop to become e-groups for their on-line discussions as well as provide each other with support. An initial 
group leader was appointed, to model the leadership behaviour. This approach is consistent with research by 
Chiu (2009) who identifies using a leader (or shepherd) to model the desired behaviours may encourage the other 
students to follow the example and participate in on-line forums. The leadership role within the group is 
intended to change throughout the semester so that all have the opportunity to lead. It is also recommended that 
CHC students be given the opportunity to share their culture (Tu, 2001). As an element of the unit addresses 
cultural perspectives this would be an ideal topic for the CHC students to lead and feel they had something 
special to contribute. The strategies used in the first workshop are consistent with findings from Hoare (2004) 
who identified CHC students would prefer facilitators spend more time going through introductions; pay more 
attention to building relationships; work in small groups as well as model skills for the students. 
The inclusion of a second workshop: During the next iteration of the unit a second face-to-face workshop was introduced to facilitate 
the students further development of the critical reflection process as so many of the students had been confused and unsure about how to 
approach the personal portfolio assignment and associated activity. The second workshop was held four weeks after the first. By this 
time the students had engaged or attempted to engage with the critical reflective journal component of the unit using the on-line 
Blackboard facilities. At this time, the students should be in an ideal position to raise their concerns with the reflective process. To 
actively engage the students, an activity was designed in which they were asked to identify what help they would offer to a group of 
students to assist them with the critical reflective process. Brookfield (1986) advocates that we create conditions under which all voices 
can speak and be heard to enable educational processes to be open to negotiation. Through the use of the scenario we encouraged the 
students to reflect upon their own thoughts or learning needs and to use this reflection in order to provide recommendations for how to 
engage with the critical reflection activity.  
Activity: 
 The lecturer has a problem with teaching students to undertake critical reflection in their journal. 
The lecturer has found in the past that some students do it really well. They are able to: 
 describe a personal experience,  
 describe how they felt 
 their reaction and specific emotions 
 able to analyse the situation using prior knowledge or feelings 
 link what happened to literature 
 identify what was learnt 
 what will they do differently next time 
 However some students have difficulty with this process. I would like you to give guidelines to the 
lecturer on what the lecturer can do to help these students. What advice and guidelines can you 
offer? 
The above restructured workshops and a modified Blackboard on-line teaching environment is currently being 
evaluated by unit co-ordinator and academic staff with the next cohort of students. The unit continues to grow in 
popularity, with recent enrolments exceeding 80 students, with the majority of them derived outside of the 
human resource management discipline for which the unit was designed and increasingly from non-business 
disciplines. 
Implications and limitations 
The main implication derived from this action research activity is the importance of collecting feedback so that 
we may "see ourselves through our student eyes" (Brookfield, 1986, p.92) which enable us to become more aware of the 
different worlds (Perry, cited by Brookfield, 1986) in the same classroom. Whilst, operating in classrooms and 
on-line on the basis of stereotypes and paradigms, such as CHC and western students, can have negative impacts 
for students, facilitators need to use strategies that assist all students to cope with cultural differences and 
teaching approaches, which support learning opportunities. There are limitations to this study. The sample used 
in this reflection was small and consisted of a convenience sample and as a result lacks generalisation.  
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Conclusion 
The results presented herein from student responses to the use of critical self-reflection in a blended learning 
environment have important implications for learning facilitation. It seems that this approach to learning may be 
new and uncomfortable for some students. However, many students overcame the perceived difficulty of an 
alternative approach to teaching and learning, and ultimately reported that they enjoyed the experience, as well as 
gaining different perspectives on learning and leadership skills. This, and the growth of flexible learning 
environments, supports the benefit of exploring teaching strategies to support the development of critical 
reflection among all students. The on-line environment creates a number of opportunities that may be utilised 
that specifically support CHC and other students to express themselves and take chances, with less fear of 
embarrassment, in their ongoing learning and development. This reflection has highlighted the need to provide 
appropriate support to help all students transition into the new learning environment which will allow them to 
achieve and develop regardless of their cultural background and experience.  
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